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Abstract
This study was conducted in order to identify the sources of teachers’ beliefs and how these influenced the English teaching 
practice in a polytechnic’s context. From interview transcriptions, reflective journal entries and non-participatory observation 
field notes, the respondents in the case study exhibited their classroom practices and consistently enlightened this in relation 
to their sources of teachers’ beliefs that outlined their practice. There are four potential sources identified, namely experience
as a learner, perception towards students, institutional environment or practice, and personal views on current practice. Closer 
examination of the whole group data obtained show that perception towards students is the dominant factor which shapes the
respondents’ practices; approaches considered are based on the students’ immediate responses and lecturers’ roles are leaned 
to active teaching and learner-focused classroom. These findings provide preliminary ideas related to teachers’ beliefs of
polytechnic English lecturers in Malaysia’s context.
© 2012 The Authors. Published by Elsevier Ltd.
Selection and/or peer-review under responsibility of the Faculty of Education, University of Technology MARA, Malaysia.
Keywords: Language teaching, English lecturer, teachers’ beliefs, polytechnic
1. Introduction
“Teachers are not empty vessels waiting to be filled with theoretical and pedagogical skills; they
are individuals who enter teacher education programs with prior experiences, personal values,
and beliefs that inform their knowledge about teaching and shape what they do in their 
classroom”
(Freeman & Johnson cited in Cheng & Hong, 2004)
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As stated above, teachers have their own initial knowledge and personal belief even before they are trained to 
be teachers. These particular values provide pre-requisite points for them to build their foundation on becoming 
educators. Several changes take place before they form their own identity and personality as experienced and 
professional in-service teachers (Richards & Lockhart, 1996; Richards, Gallo & Renandya, 2001 and Cheng & 
Hong, 2004). The beginning stage of teaching years, which immediately starts after the exit point of teacher 
education programmes is often characterized as an experimental phase for many language teachers. At this 
particular phase, the theoretical ideas of an ideal language teaching which has been developed by the novice 
teachers during the training is replaced with coping and surviving efforts of the reality of life in a school. The 
struggles in fitting adaptable approaches to the current demanding classroom sessions produce a new informed 
identity of the teachers’ personal pedagogical knowledge – an eclectic understanding of theories from teachers’ 
own perceptions and the combination of their current teaching practices. Next, teachers will experience their real 
life training in testing their personal pedagogical knowledge which constitute development phase. They establish 
their own styles and posses more confidence and comfort with their practices before they become competent 
(Noriati, Bong & Wong, 2010). Then, teachers will continuously develop personally and professionally as 
experts who held their own personal pedagogical knowledge, or belief (Noriati et al., 2010). Their personal belief 
influence their choice of materials used, selection of activities implemented and decision making of classroom 
related matters. Those factors certainly produce patterns of teaching style and preferences which differentiate 
teachers, from one and another. Since teachers’ teaching style and preference are developed during their early 
years of teaching (Richards, 2005), the needs to observe and to study closely about what happens in language 
classroom especially during the teaching and learning process is required in understanding the changes of novice 
teachers’ beliefs in order to become professionally developed as in-service teachers. This is because teacher’s 
belief is the key to understand the changes in novice teacher’s growth as in-service teachers. Thus, by identifying 
the potential sources of teachers’ beliefs, or so called personal pedagogical knowledge, it will probably help 
others to be opened to any possibilities in understanding what and why teachers are being whom they are in the 
classroom. 
2. Literature review 
Research on teachers' beliefs has determined that beliefs indeed influence the teachers' teaching practice 
(Munby, 1982; Richards & Lockhart, 1996; Farrell, 1999; Richards et al., 2001; Farrell & Lim, 2005; Richards, 
2008; Hayes, 2009 and Chong et al., 2011).  
2.1. Teachers’ beliefs 
Farrell (1999) summarized that teachers’ beliefs are what the teachers personally views about the states of 
their current students and the recent standard of their classroom environment. These can potentially produce 
specific routines for them to follow, which normally reflect the nature of the classroom arrangement and 
implementation that have been provided by the teachers to their students. The process, however, keeps changing 
or developing over a teacher’s career (Farrell, 1999). These procedures are constructed based on the experiences 
held during their formal training as student teachers, where by the ways they have gained their pedagogical 
content and subject-matter content, before they serve in the education system as well as their language learning 
and practicum teaching experience, inform the teaching belief that they embrace (Richards & Lockhart, 1996; 
Richards, 2005; Hayes, 2009 and Chong et al., 2011). Thus, experience as language learners is one of the sources 
that can shape teachers’ beliefs (Richards & Lockhart, 1996; and Hayes, 2009).  
Other than that, by observing teachers’ circles of colleagues, the reasons why teachers have made up such 
decisions can easily be understood (Richards et al., 2001 & Chong et al, 2011). Peers are the closest external 
agents who act out to contribute any notions towards moulding teachers’ beliefs (Richards & Lockhart, 1996; 
Carré, 2002; and Richards, 2008). The frequent informal discussions and sharing sessions in the office setting are 
examples of giving inputs for the teachers to in order to justify their plans, decisions or actions regarding their 
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teaching practice. Based on this interaction, teachers’ identity will constantly develop in various professional 
contexts (Chong, et al., 2011).  In addition, one learns the roles of others in relation to themselves and how to 
moderate one’s action towards others and environment. It is easy to comprehend on how cultural milieu affects 
teachers and their personal pedagogical knowledge, or so called teachers’ beliefs. Once teachers have established 
their own choices on bits of everything, they soon form particular styles of teaching which define their teaching 
culture in their language classroom practices. These can be explored by looking at the teachers’ displays of 
actions, responses and decision makings. The confidence levels between the beginners and experts are clearly 
portrayed in dealing with the unexpected events in the classroom which change overtime based on their current 
state of ease with their practice. Feelings of increasing confidence could improve teachers’ control of their 
students. This in turn, enables teachers to try out different teaching strategies and to take more risks in handling 
the lesson (Carré, 2002).  
Another agent who can constantly fabricate the operation of how teachers think and act is their students. Apart 
of the fact that the students are the teachers’ customers, frequent meetings in the classrooms have produced 
another permanent element in teachers’ routine. Thus, it is not an unusual factor if the teachers’ main concern in 
conducting their tasks normally circulates within students’ related matters. They can be belief about learners 
(Richards et al., 2001), and experience of what works best in class for the students (Richards & Lockhart, 1996). 
Preparation is crucial for teaching confidently and decision making is based on what is going to happen in the 
class (Hayes, 2009). Therefore, it is important to focus on the teachers’ teaching environment, specifically their 
classroom context, in order to make sense of their beliefs.  
Besides that, the teachers’ belief is not a stand-alone behaviour factor which contributes to teaching practice. 
Its integration with other influences such as motivation, attitude, personality and interests as well as skills 
requires changes to take place along the way. Hence, teachers’ beliefs are not stagnant. Teachers gradually 
change overtime due the dominating factors which influence them either internally or externally. Thus, it is 
salient to have a very supportive and an ideal starting point to embark on a journey which requires constant 
professional development from the participants; teachers. This type of development is also known as experiential 
learning. It also drives teachers towards forming professional self-definition (Cheng & Hong, 2004) and engaging 
self-evaluation practice (Kahn & Walsh, 2006) that promotes the empowerment on becoming the kind of teacher 
who one would like to be in the future. As stated by Faizah (2007), in making sense of the practice, teachers as 
reflective practitioners went through stages of continuous learning in pursuit of not only professional 
development but also personal development. 
2.2. Language teaching and learning in local context 
Language teaching and learning process does not take place at the primary or secondary level of school only. 
The continuation of language learning is well-informed at the tertiary level of education too. As the purpose of 
learning English has changed into academic purpose instead of general usage of language, there are demands to 
understand how English lecturers teach the language in a tertiary setting. Though the level of students is different, 
the concerns on how to embark on becoming English instructors or educators at this stage are similar to those 
who start it off at the school level. More importantly, working in today’s mass higher education system means 
operating within a constantly changing field of practice where a broader work climate awaits in staff teaching 
services (Kahn & Walsh, 2006). Thus, the struggle to fit the received knowledge and, limited, experiential 
knowledge among the novice language lecturers is almost noticeable and common. As some of the newly joined 
teaching staff at the tertiary institutions are experienced language teachers, there are also fresh language 
graduates who are posted to the college community, polytechnic, matriculation and preparatory center, and 
university. Nevertheless, these language teachers’ beliefs will be different and contribute to the ranges of 
teaching cultures into the language teaching practice scenes at tertiary level. Last but not least, despite the 
increased levels of interest in the area of language teachers’ belief, there have not been many case study 
investigations that focused on the experienced language teacher (Farrell & Lim, 2005). As there is a range of 
informed researches on teachers’ beliefs focus on language teaching contexts of pre-service, beginner or in-
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service language teachers in school (Farrell, 1999; Chong, Low & Goh, 2011; Carré, 2002; Cheng & Hong, 2004; 
and Farrell & Lim, 2005), less attention is given to the language teachers, instructors or lecturers at tertiary level 
contexts.  
 
Thus, this study, which presented a specific case, is an effort to add to the literature on the related topics 
especially on the study of language teachers’ beliefs in Malaysia’s tertiary education setting. This study is 
purposely conducted to investigate the source of teachers’ beliefs of English lecturers in a polytechnic’s context 
and how their language teaching practices are formed based on those sources of beliefs. 
3. Methodology 
Teacher’s belief is the global established researched area as many renowned researchers (e.g. Richards et al., 
2001; Farrell & Lim, 2005 and Hayes, 2009) successfully concluded the salient related findings to the existing 
literature. However, this exploratory case study is meant to provide the preliminary findings related to teachers’ 
beliefs of Malaysia polytechnic English lecturers instead of focusing on the student teachers’ context (Chong et 
al., 2011 and Faizah, 2008). Thus, a case study method is used because description and explanation are sought 
rather than prediction based on cause and effect (Merriam, 1988, as cited in, Faizah, 2008). So, this study is 
meant to investigate the in-depth exploration on teachers’ beliefs of English lecturers who were teaching at one 
local Malaysia polytechnic attempted to provide preliminary points to the following questions: 
 
1. What is the dominant source of the respondents’ beliefs as language lecturers? 
2. How do the respondents’ beliefs influence their teaching practice? 
3.1. Sample 
The homogenous sampling of purposeful sampling strategy was used in selecting the sample. This type of 
sampling was applied in order to get an in-depth description of a focused group in a population (Clark & 
Creswell, 2010). The samples of this study are four experienced English lecturers in a polytechnic. Despite of 
being selected due their willingness to participate as the research respondents, these lecturers have served more 
than 5 years in their current institution. Furthermore, all of them undertook formal preparatory teaching courses 
in TESL. Three of them held their first degree from different fields and had attended a short preparatory teaching 
course for eight to twelfth months, which was known as Kursus Pendidikan Lepasan Ijazah (KPLI). Another 
respondent had chosen a TESL degree course as her first degree and she completed it within four years. Thus, 
they shared similar background of formal received knowledge in order to become language lecturers.  Hence, the 
concern is to identify whether there were any other determining factors that may contribute to shape these 
language lecturers’ beliefs and teaching practice apart of their formal received knowledge as well as initial 
experiential knowledge as language lecturers in a polytechnic that may be different from school contexts 
highlighted in most studies. 
3.2. Instrumentation and data analysis 
A qualitative approach was employed in order to identify the sources of the respondents’ belief and their 
teaching practice pattern. This type of approach allows researcher to explore the individual’s experiences related 
to desired topics (Faizah, 2008) and to embark on the data collection without any pre-established instruments 
(Clark & Creswell, 2010) that enable richer multiple sources of data being collected to match the purposes. The 
data collection of this study was conducted in more than 2 months in a specific academic semester in a 
polytechnic.  There were three instruments used in obtaining the data namely; interview, reflective journal 
writing and non-participatory observation.  
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The primary instrument for this study is an informal semi-structured interview. The respondents were 
interviewed immediately after the first non-participatory observation session was conducted in order to get 
information about potential sources of their beliefs. An interview protocol, which consisted of specific open-
ended interview questions, was constructed in order to get specific responses and each session was audio-taped - 
with permission by the respondents. The audio-taped scripts were later transcribed, analyzed and then 
summarized based on the questions asked for getting general themes (Faizah, 2008). The emerging themes were 
considered as the potential sources of the respondents’ beliefs. There were no pre-suggested themes provided in 
classifying data into ‘units of meaning’ in order to elicit real description information from the respondent. 
Simultaneously, the respondents were asked to keep a reflective journal which basically consisted of 2 to 5 
entries per week. They were not given any specific questions in reflecting their practice, yet only a general 
‘gentle and friendly’ instruction was given on what they could write in the journal. All entries were retyped in a 
specific table in order to serve the analysis process. Selected entries were used to emphasize on the emerging 
themes of coherence responses given by the respondents. The responses were either descriptive or direct written 
entries that illustrated examples in order to provide the supports to what had been said earlier in the interview 
session. 
Besides relying on the respondents’ interview summaries and reflective journal entries, researcher’s field notes 
of classroom non-participatory observations were considered as another data source. Three classroom 
observations were conducted whereby the first one was done at the beginning of data collection duration for 
gaining initial insight of respondent’s teaching practice. The second one was carried out immediately a week after 
the first one in order to establish the context of respondent’s real practice which was later followed by the third 
non-participatory observation at the end of the data collection duration period. All the specific episodes of events 
happened in the classrooms were recorded in a time-interval observation form. These were conducted in order to 
further confirm the consistency on the obtained data. It was also meant to serve as a triangulation alternative for 
the data analysis so it could reduce the level of uncertainty or incoherence in researcher’s interpretation.  
As stated by Clark & Creswell (2010), the inquirer examines each information sources and finds evidence to 
support a theme in order to ensure that the study become accurate due to the information draws on multiple 
sources of information will increase the validity. Other than that, interpretations of the data were taken back to 
the respondents for their confirmation in order to determine the accuracy of the data thus ensuring internal 
validity of the present study (Faizah, 2008 & Clark & Creswell, 2010). All in all, the issue on trustworthiness of 
this particular study had been taken considered.   
4. Results and discussions 
The summary of the interview transcripts implied that there are four potential sources of the respondents’ 
beliefs. These four potential sources are derived from the emerging themes identified from the responses given 
which include: 
 
x the experience as language learner 
x perception towards students 
x institutional environment or practice 
x personal views on current practice 
 
In establishing the coherences in relation to the emerging themes from the identified sources, direct excerpts 
from the journal entries were highlighted as descriptions or examples of the themes. It would then be related to 
the points taken from the field notes. These findings are concluded and simplified where the identified themes, 
summary of respondents’ responses from the interview scripts and journal entries excerpts are highlighted to 
show the consistency of the practice displayed by the respondents. The points gathered from non-participatory 
observation notes are used later to support the description or information obtained in order to emphasize the 
consistency shown by the respondents’ actions towards what have been told and written earlier. 
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To begin with, the experience as a learner influences the respondents’ fluency and comfort using English in 
their classrooms. The previous backgrounds of the respondents, which circulated in schools, were influenced by 
English language environment. Their formers teachers and tutors successfully taught them strong foundation of 
English proficiency and effectively diverted their interest towards learning the language. Two respondents 
identified as R1 and R4 express their prior experience as follow; 
 
“I learnt a lot from my teacher because my teacher there, they actually taught me about the basic of English grammar. So, I 
can say that I have [like] a quite strong basic of English grammar just because of my primary English teachers” (R1-
Interview) 
 
“For me, I think my English [is] quite strong when [pause] I mean the basic of my English is OK. When I was in primary 
school, teachers were using full English in class. I think [arr] due to that experience I have been exposed to [pause] what to 
say [arr] in real English [pause]. I mean their English was really good” (R4 - Interview) 
 
It is fascinating to note that another respondent (R2) claims that; 
 
"My Form 4 teacher really inspired me, and from that moment on I started to love English [yaa] and then [arr] I would say I 
started listening to English songs [yaa] at that time was Radio Muzik. It added many English songs and from that I started to 
love English [yaa]” (R2-Interview) 
 
In addition, R3 claims that the positive learning environment also triggered the respondent’s interest as a 
language learner. This is illustrated in the following; 
 
“I think I interested with English during secondary school. I’m not sure why but for me when I read English books, I feel so 
excited, ok, and I usually [although] I don’t know the meaning of the words, I try to read the books and then I search the 
meaning in the dictionary” (R3-Interview) 
 
These can be interpreted that the respondents’ previous positive language learning environment had turned them 
to be naturally interested in English. As characterized by Richards (2008), learning is seen to emerge through 
social interaction within a community of practice that can be normative and lifelong. So, it is not a wonder that 
respondents’ interest generated the simpler acquiring process for them to be self-driven in learning English 
during their school years. Concurrently, their confidence levels to exercise the language increased. As a result, 
the sense of familiarity towards English had influenced them to be comfortable in using it. These can be seen in 
most of their classroom action when they avoid translating their instructions or explanations into students’ first 
language; instead the respondents prefer giving examples to describe what they mean. Inevitable, it is similar to 
notably narrated cases of the relevance of teachers’ previous learning experience succinctly provided reasons for 
teachers to comfortably converse in English and make use of it entirely in their practice by Faizah (2007).   
Furthermore, perception towards students is another potential source of lecturers’ teaching beliefs whereby the 
students are the main consideration in planning the lesson. It was clearly written by the respondents that; 
 
“I continued finding new teaching materials which are suitable with the topics that should be taught to semester 1 students” 
(R4-Reflective journal) 
 
“I am still trying to relate all of them with my students’ abilities I keep on asking the same question to myself, are they able to 
do all the activities that I’ve planned for them?” (R1-Reflective journal) 
 
It was also noted from the observation that, modification or changes are immediately imposed to match students’ 
immediate action and ability. For example, passive students were prompted with questions in order to encourage 
them in participating during the discussion. This action is noted as reflection-on-action. It is one of the lecturers’ 
efforts to trigger students’ interest to ensure students are the active participants in class. It also enables the 
students to communicate effectively with their future working community as stated in English syllabus 
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programme’s objectives in polytechnics. Another example, noted from the observation, would be rephrasing and 
simplifying questions, words or terms were taken in order to probe students’ understanding. It is an attempt to 
further simplify the students’ acquiring process in comprehending the inputs. As emphasized by Richard & 
Lockhart (1996), students’ understanding and attitude were the main concerns that directed respondents’ 
interactive decision during the class. This is because their students’ understanding serves as their instructional 
objectives. Nevertheless, any effort put into making the class successful would be sorely based on the students’ 
responses. The respondents claim that; 
 
“DKM3C and DEM3A students seemed to have no problems in understanding the input that I gave them in class. They could 
even respond to me in class. However, DKM3B struggled a bit because most of them are quite weak in English. So, I used 
another mellow approach whereby I used simpler examples” (R2-Reflective journal) 
 
“We had discussed about noun & verb and I’m planning to continue with adjective for today’s lesson. However, some of them 
couldn’t remember anything, that’s why I asked all of them must explain at least one point related to dictionary skills topic. 
Alhamdulillah, with a little assistance, they could recall their memories back.” (R3-Reflective journal) 
 
So, it is plausible that the way in which teachers interpret their roles leads to differences in the way they 
approach their teaching (Richards & Lockhart, 1996) and teachers’ beliefs are the best indicators of the type of 
instructional decisions they made during their teaching (Farrell & Lim, 2005). Other than that, respondents view 
their students as a medium to learn something new and improve their teaching. They are also affected by 
students’ attitude and reaction which influence their motivation and emotion level in carrying out their teaching. 
Thus, students are indeed a big influence that shaped respondents’ practices.  
Besides that, institutional environment or practice is identified as another potential source of respondents’ 
teaching beliefs. Attending in-service courses and collaboration with staff from other institutions are the 
examples given in depicting their institutional practice. Besides fulfilling the polytechnic policy in attending 
minimum ten days of courses per year, chances to attend courses are the opportunities to explore new things and 
provide a platform for them to exchange ideas with others. Similar views are shared by the respondents whereby 
they stated that; 
 
“...second day of OBE course, I have to design my own assessments activities for my class in a group of five. During this 
group discussion, I can share my knowledge and thoughts with other English lecturers from different polytechnics. It is a 
really great experience to be able to exchange ideas and opinions with other good English lecturers who I did not know 
before” (R1-Reflective journal) 
 
 “Today, all JPA lecturers were involved with Kursus Tatacara Pengurusan Aset Alih. It was very enlightening and eye-
opening as we have really been given all important input in how to manage all the government assets in our office” (R2-
Reflevtive journal) 
 
“I felt so lucky because I was chosen as a participant on ‘new curriculum course’. I learnt so many valuable experience 
shared by the course coach. I was so impressed with her teaching techniques which focusing more on ‘scaffolding’ approach. 
She gave us many examples of exercising the students-centered learning activities to comply with the new OBE syllabus. I 
hope I can join alike courses in future time because it really help me in improving my teaching skills, techniques and 
approaches” (R3-Reflective journal) 
 
“I just had my asset management course conducted by our senior lecturer who really masters about asset and inventory 
management. Really glad to attend such course because it was so informative and enlightening. Matters which we initially 
thought not so related or important to us, suddenly becomes our priority.” (R4-Reflective journal) 
 
It was noted from the observation that respondents seem to be ‘fresh’ and energetic in conducting their class 
after they attended the courses. A change of routine does trigger their positive energy and help them to be more 
considerate in their teaching practice. This is because teacher-learning is not viewed as translating knowledge and 
theories into practice but as constructing new knowledge and theory through participating in specific social 
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contexts and engaging in particular types of activities and processes (Richards, 2008). Thus, the varieties of in-
house training and short courses conducted in this institution are the thresholds of lecturers’ added knowledge 
and values. 
 
Last but not least, the fourth potential source of teachers’ beliefs is the respondents’ personal views on their 
current practices. By reflecting on what they have done so far, they know how to compromise with students’ 
diversity, manage their workload and entertain the administration’s needs. The respondents also appreciatively 
realize that their students’ achievement is the key to their satisfaction in teaching. These were displayed by their 
actions during their office hours (that start at 8am and end at 5pm). Within these nine hours, they play different 
roles in order to fit different tasks that they needed to handle or solve. Their written entries also illustrated their 
reflections on the mentioned points, for instances; 
 
R3 becomes an instant so-called counsellor to solve her student’s attitude problem, 
  
“One of my DKA6A students always skips my class. I had issued him the first warning letter last 2 weeks. Last week he came 
but this week he started again. To avoid from barring him in the final test, I asked him to write show cause letter. I also 
warned him about Quiz 2 & listening test and reminded him that he will not be allowed to sit for both test if he continued 
playing truancy.” (R3-Reflective journal) 
 
R1 describes how she maximized her time and showed her satisfaction on her effort, 
 
“I managed to interview around 30 students from as early as 8am until 5pm. I had chosen a very quiet place at the library for 
the interview to make sure that all of my students were not being distracted by anything. I only took a short break from 
1.30pm to 2pm for my quick lunch and Zohor prayer. I make sure that my students have ample time to think of good answers 
for the interview questions. Therefore, I believe that I have tried my best to help out my students in this interview” (R1-
Reflective journal) 
 
“After I have done all of the interview sessions with my students, I finally realized that most of my students have the potential 
to be successful professional workers in the future. I can actually see their maturity, confidence and leadership skills through 
their opinions and co-curricular certificates. I believe that some of them can even become greater than my expectation and 
make me proud” (R1-Reflective journal) 
 
R2 and R4 share their ‘clerical tasks’ in managing non-teaching assignment, 
 
“I prepared the demographic for lecturers and students for PPSMTI research. I am one of the team members of PPSMTI 
research under JPP, KPTM. This team actually aims at funding a solid perspective of all parties who are involved with 
PPSMTI implementation” (R2-Reflective journal) 
 
“I have to stop my marking because need to settle the report for the effectiveness of MSK. Although the raw data has already 
collected, but still I have to do a detailed report based on SPSS result. I finally able to gather all the data and information 
needed and submitted the report to my Ketua Jabatan” (R4-Reflective journal) 
 
All in all, data also reveal that all respondents are reflective practitioners as they always try their best to 
improve themselves for the students’ benefit and continuously alert with their own teaching even they never 
receive any official guides on monitoring their practices from their superiors. Therefore, this kind of self-
evaluation - learning centered on teachers, their actions and their thought – can hold the key to a more authentic 
and informed development of their practice (Kahn & Walsh, 2006). 
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4.1. What is the dominant source of respondents’ beliefs as language lecturers? 
Based on the four identified themes from the collected data, respondents’ perception towards students can be 
considered as the dominant source of their teaching beliefs which is made up of five subthemes. The informed 
views about their own students are not only identified from their interview responses, they are included in the 
written descriptions displayed in the entries as well as they are visible in the respondents’ treatment to the 
students in conducting their classes. Besides modifying the flow of the lessons, the assessment pace is also 
altered in order to give ample time for students to perform because they believe that the students have shown the 
potentials via matured and confident opinions given during the assessment sessions conducted and should be 
given more chances to improve their performance. Action taken is an appraisal effort that lecturers employed in 
showing their appreciation to their students (who mostly beginner or advanced beginner English learners based 
on their SPM result). In addition, these descriptions are the most frequent evidence occurred and captured in the 
events interval recorded in the observation sheets based on the classroom sessions observed. These actions are 
taken due to the fact that most of polytechnic students are not trained to be academic-oriented instead they are 
expected to be semi-professional skilled workers whom can communicate effectively within their environment. 
Thus, it can be summarized that perception towards students is the dominant source of polytechnic language 
lecturers’ teaching beliefs, or so-called their personal pedagogical knowledge.  
4.2. How do respondents’ beliefs influence their teaching practice? 
Besides trying to establish a leaner-focused classroom (Richards et al., 2001), the respondents succeeded in 
cultivating active teaching which focuses on the teacher’s ability to engage students’ productivity on learning 
tasks during lessons (Richards & Lockhart, 1996) and promptly redefined their roles when they see their roles in 
different ways (Richards & Lockhart, 1996 and Hayes, 2009). Active roles played by the respondents in making 
sure the classes were meaningful and lively were driven by the respondents’ concerns for students’ understanding 
as a key purpose in teaching the language. The instructional decisions made and actions displayed are the visible 
evidences which directed the respondents’ beliefs. Prompting students in class with series of questions during the 
class discussion, probing specific questions during the assessment and completing the non-teaching tasks given to 
them were the examples of the respondents’ active teaching and redefined roles. In short, their perceptions 
towards their students influence their active teaching in leaner-focused classrooms in disseminating language 
skills and shifting roles based on the contextual requirement. This once again relates to level of polytechnic 
students’ language proficiency which plays significant role in generating respondents’ effort in teaching. 
5. Conclusion 
This study investigated the potential sources of teachers’ beliefs and how they influenced respondents who are 
the experienced polytechnic English lecturers. The findings suggest that there are four identified themes, namely 
experience as a learner, perception towards students, institutional environment and practice, and personal views 
on current practice, emerged as the potential sources of lecturers’ teaching beliefs. The perception towards 
students is found to be the dominant source to the foundation of lecturers’ consideration in conducting and 
carrying out their lessons due to the characteristic of their students who are mostly low achiever language 
learners. There are no obvious differences that can discriminate these four respondents’ treatment towards their 
students though only one of them was originally trained as a TESL graduate. They share a common teaching 
practice probably due to their environment and students’ proficiency which can be further investigated in future 
studies. This is because student diversity is a common issue highlighted in language teaching so adding another 
study in different population context will provide a wider global scope. Also, the variation of organizational 
practice influences are occasionally explored in relation to the language teaching practice so providing localized 
contextual findings will probably act as a kick-start reminder to the patrons who involve in curriculum 
development. Other than that, the generalization of the finding for this study may be problematic and limited 
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because of the profundity of data analysis and sample size due to case study design employed. Research samples 
from multiple sites are recommended to enhance the generalization application. Nonetheless, it is believed that 
language lecturers may still benefit something about the importance to assess their own practice in keeping 
consistency between ‘what they believe’ and ‘how they do it’. These findings could contribute to existing studies 
which focus on English lecturers at the tertiary education institutions.  
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